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ABSTRACT 
 
Comprehensive School Physical Activity Programs (CSPAP) target physical 
activity behaviors through the recommended “whole-of-school” approach which 
recommends staff from all areas of school should be involved in health promotion. The 
component of Staff Involvement is highly effective at improving student health 
behaviors; however, descriptive research in this area is limited. One program that 
focuses on supporting school staff to lead school wellness programing is SWITCH. It is 
recommended that school staff should be given opportunities for professional 
development that are ongoing and collaborative, and online communities of practice 
(CoP) have been shown to support staff in this way. Therefore, the purpose of this 
thesis is to examine the usefulness and feasibility of an online CoP as a resource for 
staff involvement in SWITCH. 
An online CoP was developed for school staff, extension members and the 
SWITCH team to interact and share resources and best practices. The sample 
consisted of 70 school staff and members of extension, ages 18-69, with the majority 
being classroom teachers (32.9%) and extension members (21.4%). Feasibility and 
usefulness of the CoP was measured with number of posts and comments (ning 
platform throughout the 12 weeks of SWITCH implementation); page views and average 
time of visits (Google Analytics throughout implementation); perceived value, support, 
sense of belonging and perceived barriers (Qualtrics survey upon completion of 
implementation); and self-reported use and importance (checkpoint survey midway and 
satisfaction survey upon completion of implementation).  
vii 
 
Descriptive statistics were used for all variables and correlations for intention, value, 
belonging, support, and obstacles 
Overall visits and average time spent per visit was high with 620 total sessions, 
4.67 pages viewed per session, and 3.3 minutes average session duration. Thirty-seven 
percent of members showed somewhat to high engagement. The CoP was perceived 
as highly valued and interesting (M=4.32 on a 5-point scale). Members perceived a 
sense of belonging (M=4.09 on a 5-point scale) and reported intentions to use it in the 
future (79.1%). Intention to continue to use the CoP was significantly correlated with 
sense of belonging (especially with trust from the SWITCH team), as well as value and 
interest in the CoP and perceived support. Perceived obstacles for using the CoP were 
overall low (M=1.94 on a 4-point scale) with the highest obstacles relating to effort, 
usability, and self-competence. Significant negative correlations existed between all 
obstacles and support, belonging, value and interest, similarity, and trust.  
This thesis supports the usefulness and feasibility of an online CoP as a tool for 
SWITCH programming. Members perceived it as valuable and important, and overall 
obstacles were low. Communities of practice are viewed as a tool to support teachers 
and provide ongoing collaborative learning opportunities. The present thesis supports 
the use of online communities of practice in the implementation of SWITCH and their 
potential as a tool for staff involvement in CSPAP programming.
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CHAPTER 1 
INTRODUCTION 
About half of youth today are not meeting the national physical activity 
recommendations (CDC, 2012), and about 18.5% of youth are classified as obese 
(CDC, 2017). Physical inactivity is one of the many factors related to the current 
childhood obesity epidemic, along with poor nutrition. Childhood obesity comes with a 
host of consequences regarding physical and psychosocial health. Evidence shows that 
a child who is obese has a 5.5 times greater likelihood of experiencing impaired health-
related quality of life than a non-obese child. This includes physical, emotional, social, 
and school functioning (Schwimmer, 2003). A common strategy to target this issue has 
been seen in school wellness programs. Schools are an ideal avenue for promoting 
health behaviors in children because they have the potential to reach the largest 
proportion of the youth population (CDC, 2017). 
To target health behaviors in the school setting, the Institute of Medicine 
recommends all schools adopt a whole-of-school approach (IOM, 2013). This approach 
employs staff from all areas of the school in promoting physical activity. This includes 
teachers, principals, superintendents, etc. One national effort from SHAPE America 
towards the whole-of-school approach is the comprehensive school physical activity 
program (CSPAP). CSPAP targets physical activity through five components: (1) staff 
involvement, (2) physical activity during school, (3) physical education, (4) physical 
activity before and after school, and (5) family and community engagement. These 
components all work together to help students receive the skills, knowledge, and 
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confidence to reach the recommended 60 minutes of physical activity a day 
(AAHPERD, 2013). 
Teachers may often be hesitant to take on new tasks such as implementing 
school wellness initiatives. They often report overcrowded schedules and a lack of time 
to adjust their classroom plans (Egan et al., 2018). School staff, apart from physical 
education teachers, also likely do not have extensive experience or training on 
implementing physical activities or promoting wellness at school. However, teachers 
see value in promoting PA for their students (Huberty, Dinkel, Coleman, Beighle, & 
Apenteng, 2012; Stylianou et al., 2016). They are willing to modify and adopt new 
strategies related to physical activity as long as they perceive that they have had 
sufficient training and support (Sharpe et al., 2011; Weaver et al., 2014; Weaver et al., 
2016; Berei, 2015). 
A meta-analysis by Russ et al. (2015) reviewed interventions focused on 
targeting multiple CSPAP components and found that interventions that targeted staff 
involvement were more effective than interventions that did not include this component. 
However, these interventions were the least represented. In the context of school 
wellness, there is limited descriptive information regarding staff training (Beets, Beighle, 
Erwin, & Huberty, 2009; Lander et al., 2017; Russ et al., 2015). Interventions that 
involve this component are often lacking in specifics of staff training and offer little 
insight into implementation. In cases where such data is provided, measures are often 
subjective with limited objective data. It is recommended that evaluations of staff 
training should include detailed monitoring and reporting and systematic observations of 
staff behaviors (Webster et al., 2018). 
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1.1 SWITCH 
One program that focuses on the professional development of school staff by 
building their capacity to lead school wellness programming is SWITCH (School 
Wellness Integration Targeting Child Health). SWITCH is designed to empower schools 
to lead wellness change through a 12-week program by focusing on three factors that 
have been shown to be related to childhood obesity: physical activity, screen time, and 
fruit and vegetable consumption. Students are encouraged to switch what they Do, 
View, and Chew by working toward three goals: (1) switch up to 60 minutes or more of 
physical activity a day, (2) switch down to 2 hours or less of screen time a day, and (3) 
switch up to 5 servings or more of fruits and vegetables a day. SWITCH focuses on the 
recommended whole-of-school approach by targeting the classroom, lunchroom, and 
PE. These staff are provided with evidence-based modules which provide tools and 
resources for educating their students about these three components and activities to 
engage students in learning and to get them moving. Students are encouraged to fill out 
online trackers in which they set goals and record their behaviors related to physical 
activity, screen time, and fruit and vegetable consumption (Eisenmann et al., 2008). 
Each school develops a core team whose responsibility it is to lead school staff in 
implementing SWITCH and act as liaisons between school staff and the research team. 
SWITCH has been successful in promoting healthy behaviors in students through 
creating the SWITCH environment in schools (Gentile et al., 2009). 
SWITCH is largely developed around CSPAP and has begun to more closely 
target the component of staff involvement. The SWITCH team has developed an online 
CoP one of the strategies to offer ongoing support and professional development for 
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school staff involved in SWITCH. Communities of practice have been identified as an 
effective strategy of professional development (Castelli, Centeio, & Nicksic, 2013), and 
have been utilized frequently in education. However, there is limited research on 
communities of practice within the area of school health promotion and prevention. Due 
to the greater success of CSPAP interventions that target school staff, it is critical that 
SWITCH school staff are sufficiently trained in implementing the program into their 
schools. Staff activity and behavior from the SWITCH CoP will offer insight into the 
effectiveness and feasibility of an online CoP to promote staff engagement and 
implementation of an established CSPAP initiative.   
1.2 Purposes 
The primary purpose of this thesis is to explore the usefulness and feasibility of 
the SWITCH CoP by school staff involved in wellness programming. It is hypothesized 
that the SWITCH online CoP will be perceived as a useful resource for school staff to 
successfully implement the SWITCH program. Perceived and actual barriers in 
implementing the SWITCH CoP as well as level of adoption and implementation will be 
identified. The second purpose of this thesis is to assess the association between 
student behavior and the level of engagement in the CoP by school. 
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CHAPTER 2 
LITERATURE REVIEW 
2.1 School Wellness 
Given the high prevalence of childhood obesity and its relation to poor physical 
activity and nutrition behaviors, prevention strategies targeting these components have 
been implemented to promote healthy behaviors in children. The school environment 
has been frequently targeted for its potential to reach large populations of children. Not 
only do physical activity and nutrition interventions prevent against childhood obesity 
and its associated health consequences, they also work to improve student learning and 
academic achievement. Evidence shows that healthier children learn better and that 
physical activity improves factors such as grades, standardized test scores, attention 
span, and behavior in the classroom (USDHHS, 2010). School-based interventions 
often target health education, physical education, recess, and family involvement.  
It is recommended that children and adolescents are physically active for at least 
60 minutes a day. Activities should be moderate-to-vigorous in intensity and should 
include both muscle and bone-strengthening activities (USDHHS, 2008). As schools are 
an ideal environment for promoting physical activity and other health behaviors, Healthy 
People 2020 recommends that schools “increase the proportion of students who meet 
these physical activity guidelines, and who participate in daily physical education and 
other physical activity opportunities such as recess, after-school activities, and active 
transport” (USDHHS, 2010). 
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Although there a great need for school-based wellness programs, the positive 
effects of these interventions on the total daily physical activity of youth are limited 
(Metcalf, Henley & Wilkin, 2012). Possible explanations for these findings could be due 
to poor delivery and implementation as well as ineffective intervention strategies. To 
improve school wellness programming, the Institute of Medicine has recommended that 
all schools adopt a whole-of-school approach with staff members of all areas of the 
school promoting healthy behaviors. One such strategy is a comprehensive school 
physical activity programs (CSPAP). This strategy targets physical activity from multiple 
avenues both within and outside of the school setting (AAHPERD, 2013). 
2.2 Comprehensive School Physical Activity Program (CSPAP) 
                                                   Figure 1: CSPAP Model 
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The goal of CSPAP is to improve opportunities for physical activity in schools to 
increase physical activity participation in students. CSPAP targets physical activity 
through five components: (1) high-quality physical education, (2) physical activity during 
school, (3) physical activity before and after school, (4) family and community 
engagement, and (5) staff involvement.   
High-quality physical education is paramount in increasing physical activity in the 
school setting (Rink, Hall & Williams, 2010). It is developed on standards-based 
instructions with 50% of the class time spent in moderate-to-vigorous physical activity, it 
follows proper teaching practices, and is appropriate for students’ developmental needs 
(NASPE, 2003). It is recommended that elementary PE should meet for at least 150 
minutes each week and should be delivered by qualified PE teachers. 
To reach the recommended 60 minutes of daily physical activity, students also 
need physical activity opportunities throughout the school day. Physical activity during 
school focuses on implementing recess and including physical activity breaks 
throughout the school day. These activity breaks improve cognition, concentration and 
classroom behavior (USDHHS, 2010). The purpose of these components of physical 
activity during school is to supplement quality physical education, not replace it. 
Opportunities for physical education throughout the school day will provide students 
with the opportunity to apply the skills and knowledge they have acquired through 
physical education and use them to be physically active outside of PE. 
Physical activity before and after school has great potential for helping children 
meet the physical activity recommendations. The opportunities may include intramurals, 
active transport, activity clubs, youth sports, and after school programs. It is crucial that 
8 
 
schools offer a variety of before and after school programs at various times to provide 
opportunities for the greatest number of students. It is also recommended that these 
activities be non-competitive and health-enhancing (NASPE, 2008).  
Family and community engagement works to develop a lifetime of physical 
activity in students by offering programs in the school setting as well as in the 
community. This often presents itself as recreation leagues, fitness classes, health fairs, 
and family fun nights. It is recommended that parents are provided information on the 
benefits of physical activity and their role in promoting physical activity at home 
(NASPE, 2008). It is extremely beneficial when children can be physically active with 
their families as research shows that children are more likely to be active when they can 
be active with their parents (Sallis, Patterson, McKenzie & Nader, 1998). 
The final CSPAP component is staff involvement. This can be considered in two 
ways: (1) promoting personal health and wellness through modeling and encouraging 
engagement in physical activity, and (2) learning how to lead and provide opportunities 
for physical activity for students. CSPAP recommends that all school staff should be 
physically literate not only just for their own personal health and well-being, but also for 
effectiveness in the workplace. Staff’s physical literacy is also beneficial to students as 
they are observing teachers participating in healthy behaviors. Students may begin to 
model these healthy behaviors they are observing in their teachers. Schools can also 
have an impact on students through providing staff with professional development 
related to physical activity. This provides staff with the abilities to effectively integrate 
physical activity into the school day. It provides them with tools and strategies for 
integration and expands their knowledge on the subject at hand to improve their self-
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efficacy in educating students on physical activity (Castelli, Centeio, Beighle, Carson, & 
Nicksic, 2014). This could be particularly important considering that most school staff do 
not have extensive experience or training during their professional development on how 
to implement physical activities or promote wellness at school.  
As evidenced by a meta-analysis by Russ et al. (2014), the CSPAP component 
of staff involvement is effective and offers a great deal of insight into program 
effectiveness, yet is minimally represented. Fourteen CSPAP interventions were 
analyzed with only two interventions targeting staff involvement, and these revealed a 
great deal of inconsistencies in training. Most often trainings were provided in a single 
professional development session and did not provide continual learning opportunities. 
There was found a lack of collaboration among various areas, which does not comply 
with the recommendation for a whole-of-school approach. Although staff involvement 
was lacking in the analyzed interventions, those that included this component had a 
greater effect size than those that did not. This supports the need for greater focus on 
staff involvement in CSPAP program implementation. 
2.3 Professional Development 
Often, there is a pressure to improve students’ academic achievement in the 
classroom. This had led to limited professional development opportunities related to 
wellness and physical activity (McCaughtry Nulinna, Cothran, Martin, & Faust, 2005). 
However, the Whole Child Initiative from the Association for Supervision and Curriculum 
Development views the collaboration between learning and health as fundamental and 
emphasizes the need to switch the focus from the narrowly defined academic 
achievement to one that promotes the long-term development and success of children. 
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“No matter how well teachers are prepared to teach, no matter what accountability 
measures are put in place, no matter what governing structures are established for 
schools, educational progress will be profoundly limited if students are not motivated 
and are unable to learn [e.g., due to poor health or lack of focus] (Basch, 2011). 
It is critical that teachers are continually learning and developing (NCTAF, 1997). 
Teachers have the potential to have great influence on students, but the research on 
professional development and its relation to student achievement and behavior is 
conflicting. Telese (2012) found that teachers who participated in less professional 
development had students with higher test scores than teachers who participated in 
more professional development.  In contrast, Kutaka (2017) found a positive effect of 
participation in professional development on student achievement. Polly (2015) also 
found that professional development lead to an increase in teacher knowledge which 
showed a significant relationship with student learning. These conflicting results lead 
researchers to ask the question of what specifically promotes successful professional 
development.  
Effective professional development can be attributed to five main features: a) 
knowledge of subject matter, b) collective and collaborative participation, c) continual 
and long duration, d) coherence with student performance, e) active learning, and f) 
building of a CoP (Castelli et al., 2013). Not only should school staff be provided with 
content-specific professional development to expand their physical literacy, but they 
should be provided with support to assist them in promoting healthy behaviors in their 
students. Giving teachers the opportunity to interact and collaborate with one another 
on a regular basis better enables them to connect their personal and professional 
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knowledge with the knowledge they acquire from their students (Loewenberg & Forzani, 
2009). Continual professional development also allows teachers to make connections 
with one another and to notice the effect of implementation (Supovitz & Turner, 2000). 
Facilitators are better able to offer teachers the support and resources they need 
through continual professional development as they are implementing new strategies 
(Beighle et al., 2013).  
It has been shown that professional development should be ongoing and support 
teacher learning in ways other than single face-to-face sessions (Vescio et al, 2008).  A 
recent strategy in this context has been professional learning communities (PLC). 
These can be described as groups of people who come together to enhance their 
professional practice through the sharing of information and participating in shared 
activities in line with the common goal of the group. In education, professional learning 
communities are based on the idea of improving student learning by improving teaching 
practice and are rooted in two assumptions. The first assumption is that knowledge is 
built on the day-to-day experiences lived by teachers, and these experiences are 
understood best through reflection with others who share similar experiences. The 
second assumption is that PLCs, which actively engage members, will increase 
knowledge and improve student learning (Buysse, Sparkman, & Wesley 2003). Vescio 
et al. (2008) reviewed 11 studies that evaluated the impact of PLCs on teaching practice 
and student learning. It was found that both teaching practice and student learning were 
positively impacted by PLCs. Teacher culture was greatly improved through the PLCs 
because they worked to promote four key characteristics: (1) collaboration, (2) focus on 
student learning, (3) teacher authority, and (4) continuous teacher learning.  
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2.4 Online Communities 
With the growing field of technology and social network sites, the use of online 
tools has been adapted into professional development opportunities. Online 
communities are an ideal strategy to implement as the social aspect of these 
communities supports collaborative learning and social support. Social network sites 
give individuals an environment to build upon relationships that have already been 
established and to form new relationships. Lampe and Ellison (2012) studied social 
network sites, specifically through Facebook, and its effects on social relationships. 
They looked specifically at social capital, which is described as the benefits individuals 
obtain through relationships. These benefits can come in three forms: structural, 
relational, and cognitive. The structural dimension refers to the network ties developed 
that provide access to resources. The relational dimension is the personal relationships 
individuals form through multiple interactions. Lastly, the cognitive dimension is the 
resources that are provided that develop a commonality among a group of people, such 
as a vision or goal (Nahapiet & Ghoshal, 1998).  
Social scientist Robert Putnam describes two types of social capital. The first is 
bonding social capital, which is described as the benefits we derive from close friends. 
Examples of this may include emotional support or favors. The second type of social 
capital is bridging social capital. This is the benefits we get from individuals in which we 
are not as strongly associated. This type of social capital is beneficial in providing 
information, new ideas, and for developing a general sense of community (Putnam, 
1995). It was found that the use of Facebook increased social capital, most notably 
bridging social capital. Facebook, along with other social networking sites, provides a 
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place to form these relationships and develop a sense of community while sharing ideas 
and resources with the group collectively. Lampe and Ellison also found through a 
longitudinal study that the use of Facebook increased social capital long term. Work by 
Zhao et al. (2012) also found that all three dimensions of social capital were related to 
sense of belonging which influenced knowledge sharing among members in an online 
community. These findings show that online tools are valuable in forming and 
strengthening relationships and in enhancing the exchange of knowledge and ideas 
among groups of individuals. This supports the idea that online tools are a valuable tool 
for improving professional development.  
2.4.1 Communities of Practice  
A specific type of online professional learning communities is the community of 
practice (CoP). The CoP was proposed by Jean Lave and Etienne Wenger as they were 
studying learning theory through apprenticeship. The concept of apprenticeship is often 
thought of as learning through the relationship of the apprentice with his master. 
However, it was revealed that there is a more complex web of learning through relations 
between apprentices. The master is perceived as a distant superior, so rather than 
approaching the master, the apprentice will rely on other apprentices for help and 
guidance. It is from this finding that the term community of practice was developed. It 
refers to “the community that acts as a living curriculum for the apprentice” (Wenger-
Trayner, 2015). This concept is in line with Bandura’s Social Learning Theory which 
states that individuals learn in social contexts. The concept of communities of practice 
was later refined by Wenger to what he defines as “groups of people who share a 
concern or a passion for something they do and learn how to do it better as they interact 
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regularly.” Wenger also defines a CoP as a “learning partnership” (Wenger-Trayner, 
2014).  
Communities of practice are composed of three distinct characteristics: the 
domain, the community, and the practice. The domain refers to the specific area of 
interest among a group of individuals. Rather than a group of friends or a network of 
unrelated individuals, members in a CoP are committed to a specific domain that is 
shared among all members. The community refers to the relations among members. 
Individuals will engage in discussion, activities, and information sharing with other 
members of the community and form relationships through these interactions. A CoP is 
not simply a group of individuals who share a common interest. Members must interact 
and learn from and with each other. The practice refers to the ways in which knowledge 
gained in the community are being implemented outside of the community. Members of 
a CoP are typically professionals who are enhancing their skills and knowledge in the 
specific domain of the community. The combination of these three characteristics are 
what set communities of practice apart from other communities (Wenger-Trayner, 
2015). 
Communities of practice were originally thought of as spontaneous developments 
of relationships among individuals. These relationships occurred as individuals 
recognized similarities amongst each other and formed communities through those 
similarities. These communities occurred naturally as individuals aimed to develop their 
art and expertise and learn through the success of others. These communities were 
organized based on the needs and desires of its members and because of this, they 
were constantly changing. Communities of practice have developed into designed and 
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intentional communities for the purpose of improving the outcomes of a business or 
organization. They can be seen as small communities comprised of only a few 
members in close proximity or large communities comprised of thousands of members 
all over the world (Roberts, 2006).   
Communities of practice have been adopted in a number of settings. They were 
first seen in the business sector as a way to engage members in the learning process 
and to collect the most knowledge and resources within the group. It was recognized 
that knowledge is essential in business, and it needs to be managed. For similar 
reasons, communities of practice have also been seen in government organizations. 
Here we will see communities with members of different areas of expertise come 
together in a CoP to enhance government policy from all areas. Another sector that has 
adopted the CoP is education. We see this most in the area of professional 
development or teacher training. It also serves as a way for educators to interact with 
each other as teaching is often seen as an isolated profession.  
Teachers spend a majority of their day in the classroom rather than interacting 
with other educators. They develop their teaching style not only through their own 
education, but also through their personal experiences in the classroom. According to 
the Social Learning Theory, knowledge is developed through social interaction. 
Communities of practice provide a place for educators to learn from each other by 
sharing resources, sharing experiences, giving and receiving support and feedback 
from other educators, and sharing successes and struggles.  
A study by Weaver et al. (2017) evaluated the effect of a CoP and additional 
approaches to improve movement integration (MI) in the classroom through staff 
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involvement. Partnership for Active Children in Elementary Schools (PACES) is based 
on the partnership model proposed by Webster et al. (2015) for implementing CSPAPs. 
This model is composed of three approaches, the first of which is communities of 
practice. This gives teachers a place to interact and share ideas for integrating 
movement in the classroom. The second approach is community-based participatory 
research. This approach allows researchers and school professionals to collaborate to 
develop context-sensitive strategies to promote physical activity in the classroom. The 
third approach is service learning which provides school professionals with additional 
support from university students as part of their coursework. These three approaches 
work together to provide support for school professionals to increase students’ physical 
activity.  
Results from the study by Weaver et al (2017) revealed a number of key factors 
in improving staff involvement through communities of practice. Teachers desired to 
engage in collaborative learning and to feel connected to their peers. They also desired 
to feel connected to the research team. Throughout the intervention, teachers were sent 
weekly emails that were specific to each teacher. They reported that these emails gave 
them the sense that the research team cared about their success and were there for 
support and assistance when needed. They also reported a desire to adjust MI 
approaches to fit their unique classroom. One teacher mentioned that after visiting the 
CoP and observing how other teachers were adjusting MI approached to their specific 
needs, he felt more comfortable doing the same. Teachers also enjoyed the service 
learning aspect of the intervention as it provided them with additional resources.  
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2.4.2 Support in Online Communities  
One potential barrier that school staff may experience when promoting health 
and wellness is low competence in presenting the given information. A study by Moore 
and Chae (2007) found that beginning teachers require more emotional, personal, and 
task-based support than veteran teachers. These veteran teachers have developed 
competence in presenting information throughout their extensive practice. Beginning 
teachers likely have not developed the same level of competence. This is also the case 
with teachers who are asked to present information on which they have had no formal 
training – for example, a classroom teacher being asked to educate on nutrition and 
physical activity. McMullen et al. (2014) found that when attempting to integrate physical 
activity into the classroom, teachers felt that they lacked sufficient training. They 
recognized the importance of physical activity and possessed positive attitudes towards 
integrating it into the classroom. However, they desired more support and resources to 
accomplish this (McMullen et al, 2014). The CoP creates the ideal environment to offer 
that support to these teachers. This support can be seen among members and between 
members and the research team.  
A study by Tang and Lam (2014) investigated an online teaching portfolio to 
discover how members define an “effective online learning community.” This community 
was structured around a blog-based portfolio in which teachers would share their work 
and interact with each other through the blog to provide feedback. They found that the 
greatest gain of an online community is receiving emotional support. Interviews with 
members revealed that in instances where a fellow member was upset or struggling 
with an issue, other members would leave comments asking them not to give up. This 
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was viewed by members as an essential aspect of the community. They also claimed 
that reviewing materials presented by fellow teachers encouraged them to reflect more 
on their own beliefs and identity. Reading comments from other members reminded 
them to think from another perspective that they would have previously ignored. 
Teachers claimed to appreciate the blogging aspect of the online community because 
the interactive features and presence of an audience offered more immediate and 
interactive feedback.  
Tang and Lam (2014) also found that teachers identified the support from 
mentors to be enriching. Mentors would offer feedback and suggestions based on their 
expertise which enhanced their understanding and effectiveness of teaching. Through 
evaluating the PACES intervention, Weaver et al. (2017) found that teachers valued the 
support from the intervention team. Each week, teachers would receive personalized 
emails from the intervention team. These emails gave teachers the perception that the 
intervention team cared about their success and that they would offer support and 
assistance when needed.  
2.4.3 Sense of Belonging in Online Communities 
Another key component of online communities is a sense of belonging. This is 
defined as “a feeling that members have of belonging, a feeling that members matter to 
one another and to the group, and a shared faith that members’ needs will be met 
through their commitment to be together” (McMillan & Chavis, 1986). A sense of 
belonging is an important factor for social well-being (Hagerty, Lynch-Sauer, Patusky, 
Bouwsema, & Collier, 1992) and has been shown to be positively related to outcomes 
such as job satisfaction (Winter-Collins, 2000) and academic outcomes including 
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motivation, effort, and absenteeism (Sanchez Colon, & Esparza, 2005). It is a crucial 
factor in online communities because it has been found to facilitate prolonged 
participation (Teo et al., 2003), and it also contributes to member loyalty (Lin, 2008). We 
find that when members of a community have a strong sense of belonging, they care 
about the group and about the people in the group. This motivates them to participate in 
discussion and knowledge sharing. They want the community to succeed and they want 
the members in the community to succeed. It has also been shown that those who feel 
a strong sense of belonging to a group are more likely to internally adopt the social 
norms of that group (Teo et al., 2003).  
It is theorized that humans are naturally driven toward generating a sense of 
belonging through social interaction (Baumeister & Leary, 1995). This can also be 
observed in the Self-Determination Theory by Ryan and Deci (2000) which theorizes 
that humans possess three basic needs: competence, autonomy, and relatedness. 
Relatedness can be described as the need to belong and connect with others. It has 
been found that when employees are in a work environment that fosters these basic 
needs, there are marked improvements in productivity, job satisfaction, positive 
attitudes, and psychological well-being (Gagne & Deci, 2005). For this reason, it is 
recommended that teacher training is focused on social interaction and collaborative 
learning to satisfy the need for relatedness and belonging.  
Sense of belonging is affected greatly by trust and familiarity. When a member 
experiences trust in a community, they perceive less risk and uncertainty. This is 
prompted by familiarity among members (Rousseau, Sitkin, Burt & Camerer, 1998) 
which is generated through interactions. As members of an online community interact 
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more, they perceive a greater degree of trust (Wu & Chang, 2005). In online 
communities, individuals will experience familiarity with individuals who are more 
engaged in the community and those who interact more often. This interaction will 
generate a greater sense of trust. Through interactions, members will also learn from 
each other and develop goals and values within the community.   
Work by Zhao et al. (2012) investigated what factors facilitate a sense of 
belonging in an online community and how this affects their participation in regard to 
their intentions to get and share experience and knowledge. It was found that three 
factors are positively related to the sense of belonging in online communities: familiarity, 
perceived similarity, and trust in other members. These three factors also affect 
intentions to both get and share knowledge. Sense of belonging has also been found to 
be a mediating factor in online communities. For example, Teo et al. (2003) found that 
sense of belonging mediated the relationship between perceived usefulness and ease 
of use on intention to participate in an online community. Lin (2008) also found that 
sense of belonging mediated the relationship between trust and member satisfaction 
with member loyalty to an online community. For these reasons, it is recommended that 
moderators of online communities should emphasize cultivating a sense of belonging 
when encouraging more active participation (Zhao et al., 2012).  
2.4.4 Knowledge Sharing and Receiving  
As was evidenced by the work of Zhao et al., (2012), cultivating a sense of 
belonging affects members’ intentions to share and receive knowledge. Knowledge is 
constantly evolving; new information and new resources are constantly being 
introduced. With the internet, we have unlimited information, and online communities 
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are the perfect platform for sharing this information. Communities of practice were 
originally created in the business sector with the idea of generating the most knowledge 
among an organization. Members are able to share knowledge and resources with the 
community and expand the library of resources among the community as a whole. With 
information coming from multiple members with multiple areas of expertise and personal 
experiences, members can use this information to generate new ideas and strategies. A 
study by Yoon and Armour (2015) evaluated the effect of professional learning of 
physical education teachers through a CoP. They found that engaging in the CoP led to 
teachers learning and developing new teaching strategies and behaviors, which showed 
to have an effect on their students. 
It is thought that the purpose of knowledge sharing is to combine individual and 
social knowledge to form team knowledge. As team knowledge expands, individuals are 
able to collaborate and improve the effectiveness of their common practice. 
Communities of practice are shown to be an effective mechanism in enhancing the 
ability to transform this team knowledge into practical knowledge (Chou, 2005). 
Communities of practice are developed through groups of people who share a common 
goal. When groups of people are able to identify with each other through these common 
goals and experience a sense of belonging to the group, they are more likely to engage 
in the community and contribute to team knowledge.  
Cheung et al (2013) determined that the intention to share in a CoP is affected by 
member satisfaction and knowledge self-efficacy. These two factors are enhanced 
when members feel that they are helping other members through the information they 
are sharing. Satisfaction is formed when a behavior produces a result that meets or 
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exceeds expectations. When individuals perceive that the knowledge they are sharing is 
beneficial to others in the group, they perceive greater satisfaction with the act of 
sharing. Knowledge self-efficacy is determined by the belief that one’s knowledge can 
help solve problems, improve efficiency, or positively affect one’s organization 
(Kankanhalli, Tan, & Wei, 2005). Those who have higher knowledge self-efficacy will 
likely contribute more to team knowledge. 
Knowledge sharing in online communities may come in the form of information 
and resources as well as personal experience. In education, online communities of 
practice allow staff to share their personal experience in the classroom. Each classroom 
and each student is unique, which creates a unique experience for each educator. 
Through communities of practice, teachers are able to learn vicariously through other 
teachers who may have experienced similar situations to their own. Weaver et al. 
(2017) found that learning from others and observing strategies from fellow educators 
led to teachers developing new strategies appropriate for their classroom. Tang and 
Lam (2014) found that teachers perceived gaining practical knowledge and learning 
from peers to be two important functions of an online community. Teachers valued 
shared content from members because it allowed them to reflect and evaluate their own 
teaching. One member who was less active reported that they did not learn from their 
own teaching strategies or achieve anything from the online community.  
2.4.5 Barriers to Participation  
One of the potential downfalls of online communities may be the lack of 
engagement that progresses over time. This may lead to decreased member 
satisfaction and participation and potential dropout. Tang et al. (2014) found several 
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barriers to participation in an online community. It was found that one of the reasons for 
members losing interest is an increasing number of non-contributors. When members 
felt that there were others who were contributing to the community, they were also more 
likely to contribute. Others mentioned that the perceived value of the community 
affected their engagement. Less active members perceived the community as time-
consuming and found it less valuable than active members. More active members are 
also found to be more satisfied than less active members (Macia & Garcia, 2016). 
Members also acknowledged fear of other members of the community observing 
negative feedback of content they have shared. Additionally, members who were not as 
familiar with each other engaged less. Members who were more familiar with each other 
were seen to offer more effective and useful feedback. 
Along with the work by Tang and Lam, Macia et al., (2016) found that possible 
explanations for a lack of engagement is fear of being criticized and insecurity in sharing 
one’s own ideas. Similarly, Ardichvili (2002) found that a barrier to knowledge sharing is 
fear that what they share may not be completely relevant or accurate. Other barriers 
observed include lack of experience, misunderstanding of expectations, perceived time 
constraints, and lack of direction in how to use the community. (Williams & Jacobs, 
2004; Macia et al., 2016, Ardichvili, 2002). This supports the idea that moderators of 
online communities should provide adequate instructional information and foster support 
between community members. 
2.4.6 Motivation to Engage  
Despite the array of potential barriers, many individuals are excited and 
motivated to engage in online communities. Research has recently evaluated the 
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factors that motivate individuals to engage voluntarily in online communities and has 
found several complex and dynamic factors. Lee-Kelley and Turner (2017) evaluated 
voluntary participation in a CoP. When members were asked “What is your motivation 
for being part of the community of practice?”, 88% said “finding best practices,” 85% 
said “exchanging knowledge,” and 84% said finding out what’s going on.” Communities 
of practice are often viewed by members as a sort of encyclopedia with content that is 
readily available when needed. Members view CoPs as a helpful tool to solve problems. 
They value the ability to post questions and receive feedback to generate a solution. 
Members also see the benefit of being able to work together and communicate with 
members from various geographical regions through the CoP (Ardichvili, 2002).  
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CHAPTER 3  
METHODS 
3.1 SWITCH 
The project was completed as part of a formalized evaluation of the SWITCH 
implementation model in the Spring of 2018. A total of 25 elementary schools across 
Iowa were involved in the project (22 new schools and 3 experienced schools). The 22 
new schools were randomly assigned into two groups (standard support and enhanced 
support) to determine the additive benefits of motivational support and facilitation 
implementation (involving 87 different classroom teachers and other school staff). All 
schools were encouraged to use the SWITCH CoP, so for the purpose of the present 
study, differences between the two groups were not considered. Refer to Appendix C 
for IRB approval. 
The SWITCH (School Wellness Integration Targeting Child Health) 
implementation model is aimed at helping schools to implement a web-based version of 
the evidenced-based SWITCH program which is aimed at promoting healthy lifestyles in 
students (increased physical activity, reduced screen time, and increased fruit and 
vegetable consumption). Students are encouraged to switch what they Do, View, and 
Chew by working toward three goals: 1) to switch up to 60 minutes or more of physical 
activity a day, 2) to switch down to 2 hours or less of screen time a day, and 3) to switch 
up to 5 servings or more of fruits and vegetables a day. The focus of each week 
alternates between Do, View, and Chew themes, and students are able to track their 
behaviors related to these themes through an online tracking system.  
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Figure 2: SWITCH Logic Model 
 
SWITCH is designed to support school staff to lead wellness change in their 
schools through a variety of methods. Staff are encouraged to follow “Quality Elements” 
which define effective SWITCH implementation. Examples of these elements include 
facilitating involvement of parents in SWITCH, facilitating that students are tracking their 
Do, View, and Chew behaviors, and meeting as a team to discuss goals and strategies 
for SWITCH. These elements assist in optimizing the impact on their school wellness 
environment and the health of their students. The SWITCH CoP acts as a system of 
support to connect school staff with the SWITCH team and to encourage 
implementation of quality elements (Figure 2). Schools are also encouraged to follow 
“best practices” to facilitate engagement in the classrooms, lunchroom, and PE. These 
best practices encourage school staff to visit the CoP for weekly updates in each of 
these areas. Though all school staff were encouraged to become members of the CoP, 
membership was not mandatory. The goal of these “best practices” is to impact the 
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school environment and teacher-child interactions to reinforce and enable students to 
improve their Do, View, Chew behaviors. 
3.2 SWITCH CoP Implementation 
The CoP was active during the implementation phase of SWITCH, which took 
place February-April 2018, and involved the integration of the 12-week SWITCH 
program in the schools. Before implementation, core teams from each school were 
informed about the CoP and encouraged to become members through in-person and 
online trainings from the SWITCH team. These trainings were provided to all 25 
SWITCH schools with three staff members per school. During the 12 weeks of 
implementation, the SWITCH team facilitated member engagement in the CoP and 
offered support by ‘liking’ and commenting on members’ posts, sending emails and 
encouraging members to share on the CoP.  
The SWITCH CoP works as an online platform for members to make friends, 
send direct messages, as well as ‘like’ and comment on other members’ posts. The 
purpose of these features was to facilitate community and foster a feeling of support 
and belonging among members. They were also able to post their own content in the 
form of text, photos, videos and links to outside sources. These posts allowed members 
to share ideas and resources that they believed to be beneficial for the community. The 
SWITCH CoP was administered through Ning, which is a private online platform for 
creating social networks. This page was owned and monitored by the SWITCH team. 
Individuals who were asked to join the SWITCH CoP created an account and login with 
a valid email. This step prevented unauthorized members from interacting with the 
SWITCH community. Once they become a member, they could edit their account profile 
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by adding a profile photo, editing their personal information, and by becoming friends 
with other members. The CoP included nine separate pages members could navigate. 
The home page was the first page that members saw when they logged in and is shown 
in Figures 3 and 4. This page included information about all recent activity from the 
members, links to other pages in the CoP as well as links to SWITCH social media for 
the broader community. These social media pages include Facebook, Twitter, and a 
blog created by ISU Extension and Outreach. Members could also access the SWITCH 
tracking website from the home page.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
             
 
 
 
 
 
 
           Figure 3: SWITCH CoP Home Page (a) 
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                  Figure 4: SWITCH CoP Home Page (b) 
From the homepage, members could navigate to separate Classroom, 
Lunchroom, and PE pages. These pages included content specific to each area of 
practice, including respective classroom, lunchroom, and PE modules; weekly 
newsletters; and additional resources such as tools and strategies for incorporating 
nutrition and physical activity into the school day. Members could also access My Page, 
which took them to their member profile as shown in Figure 5. This page showed the 
individual’s activity, posts, friends, and their personal information. On the Share, Interact 
page, shown in Figure 6, members could post content and view others’ posts. When 
members added a post, they were asked to categorize their post as classroom, 
lunchroom, PE, school wellness in general, other, and general. When members 
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navigated to the Share, Interact page, they were provided with additional tabs 
corresponding to these categories. This enhanced usability as members could more 
easily find content specific to their desired interests. Members could also view all photos 
posted onto the CoP on the Photos page. The Resources page provided members with 
the daily SWITCH fun facts and tips, as well as SWITCH resources and past training 
webinars. These webinars were provided to members for continual reference and 
additional training opportunities for those unable to attend. Members could also access 
others’ profiles through the Members page.   
Figure 5: SWITCH CoP My Page 
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Figure 6: SWITCH CoP Share, Interact Page 
 
3.3 SWITCH Team Facilitation 
3.3.1 Newsletters 
Each week, the SWITCH team posted respective classroom, lunchroom, and PE 
newsletters. These newsletters gave an overview of the week and offered 
encouragement, tips and reminders specific to the classroom, lunchroom, and PE. 
These aligned with DO, VIEW, and CHEW concepts and were created by research 
team members who developed the respective SWITCH modules. A welcome newsletter 
was also included with a checklist of items for school staff to complete in order to be 
prepared to launch SWITCH in their schools. The total number of newsletters posted 
onto the CoP was 39, with 13 each for the classroom, lunchroom, and PE. An example 
of a classroom newsletter is shown in Figure 7. 
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Figure 7: SWITCH CoP Weekly Newsletter 
 
3.3.2 Tips and Fun Facts 
Each school day, the SWITCH team posted either a Fun Fact or a Tip of the Day. 
Fun Facts were related to DO, VIEW, and CHEW concepts and were encouraged to be 
used for SWITCH posters in the schools. Tips of the Day were related to 
implementation of SWITCH in the schools and how to use the Ning website. In total, the 
SWITCH team posted 41 fun facts and 22 tips. Examples of each are provided in Table 
1. 
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Table 1: Daily Fun Facts and Tips 
Fun Facts  
• “How many red blood cells does your body produce in one second? 17 million! This is also 
increased when you’re stressed!”  
• “Which insect supposedly tastes like spicy popcorn? Grasshoppers” 
• “Your body is make up of how much water? Your body is 61% water”  
Tips 
• “Previous SWITCH schools have reported that even taking as little as 15 minutes each week to 
connect and plan SWITCH school, classroom, lunchroom, and PE initiatives was highly 
beneficial. Consider meeting as a team each week to discuss plans, goals, and strategies for 
SWITCH.” 
• “Some schools use media time, either in the classroom or computer lab, as a great way to 
have students track their DO, VIEW, and CHEW. How are you ensuring that students are 
completing the online trackers each week?” 
• “You can access the SWITCH modules and other resources right from the home page. Check 
them out under the Modules box on the right-hand side.” 
 
3.3.3 Activity Break Dance 
Members of the SWITCH team created an activity break dance that was filmed 
and posted on the CoP during Week 8. The purpose of this video was to give school 
staff an additional resource to incorporate into their practices and to encourage 
engagement in the CoP. Members were encouraged to perform the dance in their 
classroom or create their own dance and share a photo or video of their class 
performing it onto the SWITCH community. As an additional incentive, members who 
completed this would receive a SWITCH t-shirt. 
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3.3.4 Additional Support  
To foster a feeling of support from the research team, the SWITCH team 
engaged with members on the CoP by ‘liking’ and commenting on members’ posts. 
Between the time points of one week prior to implementation and one week post-
implementation, the SWITCH team provided a total of 78 ‘likes’ and 41 comments. 
Comments were encouraging and offered insight as to how posts were beneficial to 
other members. Examples of comments from the SWITCH team in response to 
members’ posts are shown below 
• "This is great! It looks like your students are learning a lot about nutrition. These are good 
ideas that other SWITCH members could use in their schools too. Thanks for sharing!" 
 
• "Yes, this must have been a very educational trip! How did students respond?" 
 
 
• "Wow! That's great to see students trying new foods. And they like them! Great idea to have 
them try new foods for the last CHEW week. Thanks for sharing." 
 
To promote a sense of belonging among members, the SWITCH team facilitated 
conversations and asked questions to allow members to become familiar with one 
another. A total of 16 additional resources, including activities to include in the school 
day and educational resources for the staff were posted by the SWITCH team. The 
purpose of this was to provide members with tools to assist with integrating SWITCH 
concepts and quality elements into their school and to encourage members to post 
resources of their own. The SWITCH team encouraged members not only to post 
outside resources but to post about their experiences with SWITCH in their school. 
These could include photos, videos, or written descriptions of activities, successes or 
difficulties, or any additional factor they desired to share. Additionally, the SWITCH 
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team sent a total of six emails throughout the 12-week implementation phase to all 
members as additional encouragement and reminders to post and engage with others 
on the CoP.  
3.4 Data Collection and Processing 
3.4.1 CoP Member Engagement  
Engagement data were collected by observing the number of likes, comments, 
and posts provided by each member on the CoP. Based on the distribution of individual-
level data, engagement was categorized as no engagement (0 posts), low engagement 
(1-5 posts), and high engagement (≥ 6 posts). Frequencies of members categorized in 
each level of engagement were identified for each school. Engagement was scored 0-2 
with 0 representing no engagement and 2 representing high engagement. Mean 
engagement was calculated at the school-level in relation to the number of members on 
the CoP from each school. Engagement data were collected one week pre-
implementation to one week post-implementation (January 2018-May 2018).  
3.4.2 CoP Usability  
Google Analytics was used to collect measures of CoP usability. Four factors 
were collected, including Number of Sessions, Pages per Session, Average Session 
Duration and Page Views. A Session was determined by active engagement with the 
website. If the webpage remained open with no activity, the session ended after 30 
minutes. Pages per Session was determined by the average number of pages viewed in 
a single session, where repeated views of a single page were included. Average 
Session Duration was determined by the average length of time of a single session. 
36 
 
Page Views was determined by the total number of pages viewed throughout 
implementation.  
Data from Google Analytics was presented by city and matched to each SWITCH 
school. Given the possibility of commuting staff visiting the CoP away from school, cities 
outside the identified location of the school were matched with the nearest school within 
a 40-mile radius. Cities unable to be matched were excluded from the school-level 
analysis. Ames was also excluded from the analysis as these points of activity were 
created by the SWITCH research team. All data was collected at the city-level, and data 
corresponding to each school were aggregated to represent school-level activity. 
Sessions, Pages per Session, and Average Session Duration were collected each week 
and for the overall implementation period. Page Views were collected for the overall 
implementation period to determine page traffic. 
3.4.3 School Use and Impact 
School use and impact was determined through two checkpoint surveys. The first 
survey was administered to core teams at the halfway point of SWITCH. (Please 
indicate how often each SWITCH staff member used the Community of Practice during 
the last month of SWITCH.) Responses were provided on a three-point scale (0 = not at 
all; 1 = 1-2 weeks; 2 = every week). This survey evaluated perceptions of CoP use of 
classroom teachers, PE teachers, and foodservice representatives. The second 
checkpoint survey was administered to core teams at the end of SWITCH 
implementation and assessed school use (Did your school use the Community of 
Practice (Ning website)?) and perceived importance of the CoP (How important was the 
Community of Practice as a school wellness resource for SWITCH programming in your 
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school?). The former question was rated on a 4-point scale (1 = not at all; 4 = yes, to a 
great extent (almost daily)), and the latter was rated on a 5-point scale (1 = very 
unimportant; 5 = very important). Results from the checkpoint surveys were evaluated 
by determining the frequency of identified responses of use for each role (PE teacher, 
classroom teacher, and foodservice representative) as well as for each school. The 
overall mean and school-level mean of responses was also determined for use and 
importance. 
3.4.4 Perceived Value and Barriers  
Perceptions and barriers to using the CoP were determined through the 
Perceived Value and Barriers Survey administered through Qualtrics. This survey was 
administered to CoP members and to the core teams at the end of SWITCH 
implementation. If members completed the survey and provided their email address 
they were entered into a drawing to receive one of five $50 Amazon gift cards. 
This survey consisted of 34 questions overall and included shorter versions of 
existing valid questionnaires to avoid putting excessive requests on staff who were 
engaged in the already multi-component SWITCH intervention. Demographics included 
school name, gender, role at school, and years in the current role. Value and interest 
consisted of four questions from the Intrinsic Motivation Inventory Survey (IMI; McAuley, 
Duncan, & Tammen, 1989), with two questions on value (e.g., “I believe the SWITCH 
CoP was of great value to the SWITCH program”) and two on interest/enjoyment (e.g., 
“I enjoyed participating in the SWITCH CoP”). Perceived support was based on the 
Learning Climate Questionnaire (LCQ; Williams & Deci, 1996) and included five 
questions that measured how supported participants felt in the CoP. Example questions 
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are “I felt listened to on how I would like to do things by the SWITCH CoP”, and “I felt 
the SWITCH CoP provided me with choices and options”. Sense of belonging was 
measured with the Sense of Belonging for Virtual Learning Community Questionnaire 
(Zhao et al., 2015). The scale includes four factors (Familiarity, Perceived Similarity, 
Trust in Other Members, and Sense of Belonging) with 3-4 questions in each factor. In 
this study, two questions from each factor were use. Questions related to value and 
interest, support and sense of belonging were all rated on a 5-point scale (1 = strongly 
disagree, 5 = strongly agree). Intentions to use the CoP in the future was measured with 
a single item and a yes/no option for an answer. Additional questions included reasons 
for using the CoP, use of other social media platforms (Facebook and Twitter) to 
communicate about SWITCH, and receptiveness of receiving reminder emails. Lastly, 
14 questions on perceived barriers in using the CoP were developed based on the 
literature and the uniqueness of the structure of the SWITCH CoP. Barriers were 
presented in relation to communication, effort, self-competence, technology, and 
interest and were all rated on a 4-point scale (1 = not at all, 4 = large extent). An open-
ended question was also provided for any additional barriers that were not presented in 
the survey. Those who reported to not having become members of the CoP were 
provided a shorter version of the Perceived Value and Barriers survey. This shorter 
version included demographic information and assessment of barriers to using the CoP. 
The full survey is presented in Appendix 2. Results from this survey were processed by 
determining the frequencies and means of all identified responses. Figure 8 presents 
the timeline for data collection throughout the 12-week SWITCH implementation. 
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Figure 8: Timeline of data collection 
 
3.5 Data Analysis 
Data collected through Google Analytics were analyzed to determine usability. 
Total sessions, average session duration, average pages per session and pageviews 
were each aggregated among all CoP members to represent overall website usage and 
traffic. Descriptive statistics including frequencies, percentages and Mean with Standard 
Deviation (when appropriate) were computed and reported for all survey variables. 
Analyses were conducted at the school level for the data collected through checkpoint 
surveys and at the individual level for the perceived value, support, barriers, and 
intentions, that were collect through the Perceived Value and Barriers survey. Measures 
of correlation were used to determine relationships among factors presented in the 
Perceived Value and Barriers survey, including value and interest, support, belonging, 
familiarity, similarity, trust and intention to use the SWITCH CoP in the future. Additional 
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measures of correlation were conducted to determine the relationship between each of 
these survey factors with obstacles, level of engagement and checkpoint survey 
responses of use and perceived importance. All correlations were determined through a 
two-tailed Pearson Correlation. Data were analyzed using SPSS. 
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CHAPTER 4 
RESULTS 
4.1 CoP Member Engagement 
CoP membership consisted of 70 individuals (85.7% female), between the ages 
of 18 and 69, representing 23 of the 25 SWITCH schools. Membership was largely 
comprised of classroom teachers (32.9%) and members of ISU Extension (21.4%). 
Individuals from the SWITCH research team were members on the CoP but were 
excluded from the analysis. Member demographics can be found in Table 2.  
Table 2: SWITCH CoP Member Demographics 
Measure Count (%) 
Gender 
    Male 
    Female 
 
10 (14.3) 
60 (85.7) 
Age 
    18-29 
    30-39 
    40-49 
    50-59 
    60-69 
    Not given  
 
13 (18.6) 
17 (24.3) 
13 (18.6) 
18 (25.7) 
5 (7.1) 
5 (7.1) 
Role 
    Classroom Teacher 
    PE Teacher 
    Food Service Director/Manager/Coordinator 
    Nurse 
    Guidance Counselor 
    Principal/Administrator 
    Paraprofessional  
    ISU Extension 
    Not given 
    Other 
 
23 (32.9) 
8 (11.4) 
3 (4.3)  
4 (5.7) 
2 (2.9) 
3 (4.3) 
1 (1.4) 
15 (21.4) 
7 (10) 
2 (2.9) 
 
 
Of the 70 total CoP members, 23 (32.9%) actively engaged to some extent and 
the remaining 47 (67.5%) members displayed no engagement, meaning sharing no 
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posts or comments. Table 3 presents member engagement for each role represented in 
the CoP. The majority of those engaged were teachers (34.8%) and extension members 
(21.7%).  
Table 3: CoP Member Engagement by Role 
Role Count (%) 
Classroom Teachers 
Extension 
Nurses 
Paraeducator 
PE Teacher 
Principal 
Other 
Not given 
8 (34.8) 
5 (21.7) 
3 (13) 
1 (4.3) 
1 (4.3) 
1 (4.3) 
1 (4.3) 
3 (13) 
 
Figure 9 illustrates the number of engaged members from each school in relation 
to the total number of members from that school. Of the 25 total schools participating in 
SWITCH, 23 were represented with at least one member. Sixteen schools had at least 
one engaged member, with the remaining five schools presenting members with no 
engagement.  Schools 19 and 25 presented the most members; however, a majority of 
these members were classified as unengaged (85.7% and 71.4% respectively).  
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Figure 9: School-level member engagement 
 
Engagement was seen through likes, comments, and posts, with the majority of 
engagement presented as posts. The posts included photos and examples of how 
schools were implementing SWITCH. Questions to other schools and the SWITCH 
team as well as multiple comments within one post were rare. Comments mainly 
included positive remarks from one school to another, such as “this looks great.” In-
depth communication with the goal of problem solving among members was absent.  
 Total likes, comments, and posts were tracked for each member throughout each 
week of SWITCH implementation. Figure 10 represents the total number of each of 
these elements among all members for each week. Reminders to visit and post on the 
CoP were sent to all members via email at the beginning of weeks 1, 4, 8, 9, 11, and 12. 
Figure 10 illustrates increased engagement in relation to these email reminders where 
dotted lines represent weeks in which these email reminders were sent. 
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Figure 10: Total Likes, Comments, and Posts;     = email reminders 
 
4.2 CoP Usability 
Usability of the CoP was measured with Google Analytics software. Throughout 
the 12-week implementation phase there was a total of 620 sessions, meaning separate 
visits on the CoP. Across all sessions, the average session duration was 3 minutes 34 
seconds with an average of 4.67 pages per session.  The most viewed page was the 
home page with 890 total page views. Following was the Classroom page with 136 
page views. The greatest amount of time was spent on the Classroom and Photos 
pages. Further results are presented in Table 4.  
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Table 4: Page Views and Average Time on Page of the Most-Visited Pages 
 
 
4.3 School Use and Impact 
 Core teams assessed the degree of CoP use of classroom, lunchroom, and PE 
leaders within the school from the first checkpoint survey. Responses were provided for 
24 of the 25 SWITCH schools. These assessments represented 135 total school staff 
comprised of 87 classroom teachers (64.4%), 24 PE teachers (17.8%), and 24 
foodservice representatives (17.8%). Nearly half of all schools reported individuals 
visiting the CoP every week (48%). In total, 57.02% were assessed by the core teams 
to have visited at least 1-2 times in the past month and 22% to have visited weekly. 
Classroom teachers and foodservice representatives were most frequently assessed as 
not visiting at all (40% and 62.5% respectively), while assessments of PE teachers 
revealed an even distribution of 33.33% among all three responses (not at all; 1-2 times; 
weekly). Twenty-one percent of classroom teachers and 16.7% of foodservice 
representatives were assessed to have visited every week. Of the three groups 
represented in the checkpoint survey, PE teachers had the largest proportion of 
members to visit every week (33.33%). Three schools reported not visiting the CoP at 
all, and one school reported that all assessed individuals visited every week. 
Page Page Views Avg. Time on Page 
Home  890 0:00:39 
Classroom 136 0:01:29 
Lunchroom 109 0:01:05 
Facts of the Day 109 0:01:15 
Photos 102 0:01:21 
Share, Interact 87 0:00:34 
PE  84 0:01:07 
Resources 76 0:00:35 
Members  32 0:00:14 
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From the second checkpoint survey, core teams assessed the degree of use and 
importance of 33 total school staff from various roles within the school. Roles of these 
staff are represented in Table 5. Responses were provided for 20 of the 25 SWITCH 
schools. A majority (62.5%) were assessed as using the CoP to a small extent (less 
than weekly), and 9.4% visiting to a moderate extent (weekly), while the remaining 28% 
not using it at all. No respondents were reported as using more than once a week. The 
mean response for member use was 1.63 on a 4-point scale. Although use was 
relatively low, survey responses revealed the CoP as an important resource for 
SWITCH, with 30.4% reporting very important, 39.1% reporting moderately important, 
23.1% reporting slightly important, 39.1% reporting moderately important 30.4% 
reporting very important, and 4.3% reporting extremely important. The mean response 
for perceived importance was 3.13 on a 5-point scale. Importance was found to be 
highly significantly correlated with self-reported use and value and interest (p < 0.01).  
Table 5: Staff Roles Represented in Final Checkpoint Survey 
Role 
 
Count (%) 
Classroom Teacher 
PE Teacher 
School Nurse 
Principal/Assistant Principal  
Other 
Administrative Assistant 
Guidance Counselor 
Paraprofessional  
13 (39.39) 
6 (18.18) 
6 (18.18) 
3 (9.09) 
2 (6.06) 
1 (3.03) 
1 (3.03) 
1 (3.03) 
 
4.4 Perceived Value and Barriers 
Cronbach’s alpha ratings of reliability for factors of the Perceived Value and 
Barriers Survey are shown in Table 6. Responses were provided by 22 of the 25 
SWITCH schools. The sample of responses consisted of 43 school staff (83.7% female) 
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with 79.1% of those as members of the CoP and 20.9% non-members. This sample 
consisted mostly of classroom teachers (27.9%) and PE teachers (23.3%). Additional 
demographic information of survey participants are presented in Table 7.  
Table 6: Cronbach alpha ratings of reliability for the subscales of the Perceived Value and Barriers 
Survey 
Factor Cronbach Alpha 
Value and Interest 
Support 
Belonging 
Obstacles 
   Communication 
   Effort 
   Self-Competence 
   Technology 
   Interest 
   External Factors 
0.866 
0.885 
0.92 
0.93 
0.776 
0.821 
0.909 
0.839 
0.932 
0.795 
 
Table 7: Perceived Value & Barriers Survey Participant Demographics 
Measure Count (%) 
Gender 
   Female  
   Male 
 
36 (83.7) 
7 (15.8) 
Age 
   18-29 
   30-39 
   40-49 
   50 and above 
 
5 (11.6) 
14 (32.6) 
7 (16.3) 
17 (39.5) 
Role 
   Administrative Assistant 
   Classroom Teacher 
   Foodservice Director 
   Guidance Counselor 
   School Nurse 
   Other (Extension) 
   PE Teacher 
   Principal 
 
1 (2.3) 
12 (27.9) 
3 (7.0) 
1 (2.3) 
7 (16.3) 
6 (14.0) 
10 (23.3) 
4 (9.3) 
CoP Membership 
   Members 
   Nonmembers 
 
34 (79.1) 
9 (20.9) 
 
It was found that 23.2% of survey respondents used the CoP once per week or 
more, 7% every other week, 25.6% once a month, 32.6% not it at all, and 11.6% did not 
48 
 
provide an answer. Compared to other social media platforms (Facebook and Twitter), 
members identified using the CoP more frequently to communicate about SWITCH. 
Where 23.3% reported using the CoP at least once per week, 4.7% reported using 
Facebook and 2.3% reported using Twitter at least once per week. A majority of 
individuals reported not using Facebook or Twitter at all (51.2% and 65.1% 
respectively). The most cited reason for which members used the CoP was to check 
posts (71.9%), to find resources (65.5%), and to read tips (56.3%). Members also 
reported using the CoP to read the weekly newsletters (34.4%). Descriptive statistics for 
perceived value, support, and intention are presented in Table 8.  The highest reported 
overall factor was Value and Interest (M = 4.32 ± 0.819), followed by Support (M =4.24 
± 0.867). Belonging was the lowest identified of the overall factors; however, the sub-
factor of Trust was the largest identified of all factors and sub-factors (M=4.52± 0.664). 
Overall, 91.2% of individuals reported intentions to continue to use the CoP if they 
implement SWITCH in the future.  
Table 8: Means and Standard Deviations of Factors and Sub-Factors of the Perceived Value & Barriers 
Survey 
Factor Mean + SD  
Support 4.24 ± 0.867  
Value and Interest 4.32 ± 0.819  
Belonging 
   Familiarity 
   Similarity 
   Trust 
   Sense of Belonging 
4.09 ± 0.820 
4.05 ± 0.925 
4.18 ± 0.842 
4.52 ± 0.664 
4.03 ± 0.903 
 
 
Rating scale 1-5 for all factors 
Mean responses of all identified obstacles are presented in Table 9. Specific 
obstacles presented in the survey can be found in Appendix B. The mean of all 
obstacles was 1.94 with Standard Deviation of 0.589. The most identified obstacles 
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were found to be related to areas of effort, usability, and self-competence. The greatest 
overall obstacle was I didn’t have extra time to search for information online (M=2.43 ± 
0.899). Reports of obstacles were similar among CoP members and non-members; 
however, non-members reported “I was not informed or reminded frequently to visit” to a 
greater degree than members (M=2.44). An open-ended question was provided to 
report additional obstacles; however, none were identified. Regarding intention, the 
majority of respondents reported that they will use the SWITCH ning Community if they 
implement the SWITCH program in the future (72.1%). Lastly, respondents also 
appeared supportive of receiving emails as reminders to visit the CoP if they implement 
SWITCH in the future. Twenty-six percent were responsive to receiving emails once a 
month, 14.7% every other week, and 52.9% once a week.  
Table 9: Means and Standard Deviations of All Obstacles 
Obstacle Mean 
I didn’t have extra time to search for information online 2.43 ± 0.899 
I didn’t feel I had anything to share or comment 2.22 ± 0.959 
Visiting and posting required a lot of extra effort 2.17 ± 0.891 
I didn’t feel confident in sharing content 2.14 ± 0.990 
It was hard to visit as it was not embedded with the SWITCH tracking website 2.08 ± 0.967 
I was not informed or reminded frequently to visit it 2.03 ± 0.944 
I was not sure about the purpose 1.92 ± 0.829 
It was hard to find information (the platform was not user friendly) 1.88 ± 0.893 
The content wasn’t important (I had the information I needed) 1.86 ± 0.899 
I worried that my posts might not be perceived as interesting 1.78 ± 0.787 
My colleagues didn’t participate, so I didn’t either 1.74 ± 1.039 
I don’t like communicating with others through digital technology 1.72 ± 1.003 
The content that was shared was not of interest to me 1.69 ± 0.832 
I don’t have easy access to internet 1.33 ± 0.793 
 
4.5 Associations among factors 
Table 10 presents the correlations among all survey factors and sub-factors with 
overall obstacles and intentions to use the SWITCH CoP in the future. Intention was 
negatively coded with a response of 0 indicating intentions to continue to use the CoP in 
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the future, and a response of 1 indicating no intentions. Therefore, negative correlations 
for intention presented in Table 10 represent truly positive correlations. Table 11 
presents correlations among survey factors with engagement, use and importance. 
Significant negative correlations were observed between all factors and obstacles (p < 
0.05) with the exception of Familiarity and Sense of Belonging. Value, support, and 
belonging were all found to be significantly correlated with level of engagement (p < 
0.05), whereas obstacles were negatively correlated with engagement (p < 0.01). 
Engagement was correlated to the largest extent with obstacles (r = -0.649) and support 
(r = 0.546). 
A significant correlation was found between intentions to use the CoP in the 
future and obstacles relating to technology (Ob 8 p=0.028; Ob 11 p = 0.010) and effort 
(Ob 10 p = 0.048); however, correlation did not exist between all obstacles and 
intentions to use the CoP in the future (p = 0.073). Significant negative correlation 
existed between intentions to use the CoP in the future and all factors and sub-factors. 
Intention was correlated to the largest extent with value and interest (r = -0.693) as well 
as sense of belonging (r = -0.626). Those who perceived the identified factors to a 
greater extent, reported to have greater intentions to using the CoP in the future (Table 
10). 
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Table 10: Correlation Coefficients of Factors and Sub-Factors related to Obstacles and Intentions to Use 
the SWITCH CoP in the Future 
 Belonging Value & 
Interest 
Support Familiarity Similarity Trust Sense of 
Belonging 
Obstacles Intention 
Belonging 1         
Value & 
Interest 
0.922** 1        
Support 0.836** 0807** 1       
Familiarity 0.899** 0.758** 0.662** 1      
Similarity 0.939** 0.907** 0.802** 0.759** 1     
Trust 0.648** 0.631** 0.741** 0.363* 0.674** 1    
Sense of 
Belonging 
0.927** 0.890** 0.852** 0.716** 0.847** 0.663** 1   
Obstacles -0.421* -0.474* -0.416* -0.277 -0.473* -0.495** -0.367 1  
Intention  -0.621** -0.693** -0.567** -0.497** -0.597** -0.408* -0.626** -0.332 1 
*p < 005; **p<0.01. Intention has a reverse scoring with 0=intent to use the CoP and 1=do not indent to 
use CoP. 
 
 
Table 11: Correlation Coefficients of Survey Results related to Engagement, Use, and Importance 
 Support  Value & 
Interest 
Belonging Obstacles Checkpoint 
Survey 1 
Engagement Use Importance 
Support 1        
Value & 
Interest 
0807** 1       
Belonging 0.836** 0.922** 1      
Obstacles -0.416* -0.474* -0.421* 1     
Checkpoint 
Survey 1 
-0.373 -0.140 -0.360 0.200 1    
Engagement 0.546* 0.444* 0.463* -0.649** -0.215 1   
Use 0.397 0.755** 0.536* -0.567* -0.099 0.396 1  
Importance 0.101 0.645** 0.487 -0.229 0.043 0.149 0.696** 1 
*p < 005; **p<0.01. 
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CHAPTER 5 
DISCUSSION 
Due to the large prevalence of childhood obesity, prevention strategies often 
target the school environment as this setting has the potential to reach the largest 
amount of the youth population. (CDC, 2017). Most school staff often do not have 
formal training in educating students on the topics of nutrition and physical activity. 
Implementing new strategies, such as CSPAP wellness programming, can often prove 
to be overwhelming for school staff. Teachers value promoting healthy behaviors in their 
students, but they report a need for sufficient training and support to do so. For this 
reason, supporting school staff continually throughout CSPAP implementation is of 
great importance. However, there is a lack of research targeting staff trainings in 
CSPAP wellness programs.  
The purpose of the present study is to examine the feasibility of an online CoP as 
a strategy to support staff in implementing CSPAP wellness programming. Specifically, 
we identified level of implementation, members’ perceived value, and obstacles to 
participation. Through the tracking of member activity, website traffic, and self-reported 
use, we were able to determine the level of implementation. Through the use of self-
report surveys, we were able to determine perceived value and obstacles to 
participation from both CoP members and non-members.  
Results from the first checkpoint survey were inconsistent with what was seen 
from the CoP and Google Analytics. For example, School 2 reported ten school staff 
visiting the CoP at least once in the previous month. However, this school had only 
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three members on the CoP. Similar findings were present for other schools as well. 
Additionally, responses from School 1 indicated no school staff to have visited the CoP; 
however, activity was present for this school. Midway checkpoint responses were not 
found to be correlated with any other findings. Due to the high amount of error between 
self-report and the objectively measured data, results from this checkpoint survey 
should be viewed with discretion.  
Overall, the level of activity on the CoP appeared very promising. Schools visited 
to a large extent (620 sessions) and the average time per session was high (3.3 
minutes). Members interacted with the CoP as evidenced by an average of 4.67 pages 
viewed per session. These finding indicate that on average, members are migrating 
throughout various pages on the CoP and spending time on those pages, likely reading, 
viewing photos and gathering information. It is expected that the homepage was highly 
visited as this page contained a large amount of content, and this is where members 
could get an overview of what had been shared recently. The classroom page was the 
most visited. Additionally, Lunchroom; Facts of the Day; Photos; and Share, Interact 
pages were highly viewed. These findings indicate the value of these pages and support 
that they should be maintained in future implementation. 
 As shown in figure 9, nearly all schools had at least one representative become a 
member of the CoP. Similarly, a majority of those representatives engaged with the CoP 
to some extent. A large majority of engagement was seen as posts showcasing 
members’ practices of how schools were implementing SWITCH. Though active 
engagement was overall low, the present findings can be considered encouraging as a 
first-year implementation. Interaction among members through likes and comments was 
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present but limited. There was a lack of in-depth communication through questions and 
problem-solving. This can be attributed to the support that members were receiving 
from the SWITCH team through one-on-one checkpoint discussions. It is likely that 
members didn’t have a need to ask questions on the CoP because of this support from 
the SWITCH team.  
Findings show that on average, CoP members trusted the SWITCH research 
team (M=4.52) and felt supported by the research team (M=4.24). According to Zhao et 
al (2012), the four sub-factors of belonging are trust, familiarity, similarity, and sense of 
belonging. In the case of this present study, trust appears to differ from the other three 
sub-factors. It was observed that Trust, as presented in the Perceived Value & Barriers 
survey, was presented to a larger extent as trust in the SWITCH team as opposed to 
trust in the other members of the CoP.  This supports the role of the facilitator in online 
communities as facilitators are able to offer school staff the support and resources they 
need when implementing new strategies (Beighle et al., 2013).  
Facilitation of the SWITCH CoP was implemented through strategies such as 
posting weekly newsletters, sending reminder emails, liking and commenting on 
members’ posts, providing tips on how to navigate the CoP, and encouraging members 
to post content. Reminder emails were seen to be an effective strategy as engagement 
increased after each email reminder. Members indicated that they would be receptive of 
receiving reminder emails at least once a week if they were to implement SWITCH in 
the future. Visiting the CoP had not become a habit for members, indicating the need for 
reminders from the research team. The finding that members are receptive to receiving 
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reminder emails at least once a week is important as this is a strategy that should 
continue to be implemented in the future.  
These strategies were specifically utilized to support members as they are 
implementing SWITCH in their schools. Members of online communities identify support 
as one of the greatest gains and an essential aspect of these communities (Tang & 
Lam, 2014). Support provided specially by intervention teams of wellness programming 
are also perceived by members as being extremely valuable. Egan et al. (2017) found 
that personalized emails to school staff implementing the PACES intervention resulted 
in staff perceiving that the intervention team cared about their success and that they 
would offer support and assistance when needed. The SWITCH CoP utilized similar 
strategies through sending emails and interacting personally with members through 
liking and commenting on posts. Results of this study support the strategies used in 
facilitating the SWITCH CoP to foster members’ perception of support and trust.   
Obstacles to participating and engaging in the CoP were identified both by 
members and non-members. The overall mean of all 14 identified obstacles was 1.94. 
This supports the feasibility of the SWITCH CoP as no substantial obstacles to 
participation and engagement were present. The greatest reported obstacle was I didn’t 
have extra time to search for information online (M=2.43 ± 0.899). The largest obstacles 
presented themselves as being related to the amount of effort required of participating 
in the CoP, usability of the CoP, and self-competence in sharing content. Non-members 
reported to a greater degree that they identified with “I was not informed or reminded 
frequently to visit” (M=2.44). This stresses the importance of future SWITCH 
implementation to ensure that all school staff are receiving adequate information about 
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the CoP and regular reminders to visit. These findings are consistent with the research 
in barriers to participating in online communities. Commonly cited barriers include fear 
of being criticized by other members, insecurities in sharing one’s own ideas, fear of 
members perceiving their content as inaccurate or irrelevant, lack of direction, and lack 
of time (Macia et al., 2016, Williams & Jacobs, 2004; Ardichivili, 2002). 
There was also found significant correlations between obstacles as they relate to 
perceptions of support, belonging, trust, and value and interest. The greater individuals 
reported identifying with these factors, the less they identified with the presented 
obstacles. It can be concluded that when members feel a greater sense of support, 
belonging, trust, and value, they are more capable of overcoming the obstacles that are 
presented to them. It was also found that these factors may facilitate prolonged 
participation as they were found to be significantly correlated with intentions to 
participate in the SWITCH CoP in the future. This is consistent with the literature that 
states that intentional and actual prolonged participation in online communities are 
influenced by social support, satisfaction and perceived value of a community (Shampy 
& Rahman, 2017). 
Our findings show that even though the overall implementation was moderate to 
low in some cases, the number of sessions and the average time per session can be 
considered promising. Though there is certainly room for improvement regarding the 
level of engagement and participation, it should be taken into account that this was the 
first year the SWITCH CoP was used. Nevertheless, and most importantly, the 
members viewed the CoP as very important, which was shown both in the second 
checkpoint survey with the core teams and the Perceived Value and Barriers survey 
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with the overall school staff. Tang et al. (2014) found that members’ perceived value of 
online communities affects their engagement with the community. Those who perceived 
the community as less valuable showed lower engagement. School staff involved in 
SWITCH view the CoP as valuable which shows great potential for future 
implementation of the SWITCH CoP.  
Previous findings show engagement in online communities to be difficult to 
achieve in CSPAP interventions. One study revealed next to no engagement in an 
online community intended to support elementary PE teachers to implement CSPAP in 
their schools. Teachers were supported continually throughout a 12-month period 
through multiple avenues in addition to an online community. Teachers were initially 
supportive of the online community and intended to join; however, only one teacher 
joined and didn’t participate. This lack of participation was attributed to lack of trust in 
other members and barriers to using technology (Centeio, Erwin, & Castelli, 2014). An 
additional look into unsuccessful CoPs found that many lack one-to-one interaction 
(Probst & Borzillo, 2008). Results of this thesis are consistent with this finding as 
engagement between members was scarce. Given these findings, there is evidence of 
difficulty in creating successful online communities. 
Probst & Borzillo (2008) also found that members of unsuccessful CoPs do not 
value them as meaningful for their daily work, and members fail to showcase their 
practice in a way that helps other members visualize and understand. In contrast, 
findings from this thesis reveal success in these areas. Members found the CoP 
extremely valuable and important, and those who were engaged frequently posted 
photos and examples of their practices with SWITCH implementation in their school. 
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Additional evidence shows that a web-based, private social networking platform 
designed to support pre-service classroom teachers to promote physical activity can 
promote enjoyment and value for the CoP, as well as facilitate intentions for prolonged 
use and intentions to integrate PA in future classrooms (Vazou, Hutchinson, & Webster, 
2015). Given these findings, results from the present thesis show promise in the use of 
CoPs to successfully support school staff in CSPAP implementation.  
The key finding from this thesis was the high level of value reported from ‘both 
the second checkpoint survey and the Perceived Value and Barriers Survey. Members 
of online communities report that perceived value of the community affects their 
engagement. Less active members perceive online communities as time-consuming 
and less valuable than more active members (Tang et al., 2014). The less an individual 
values an online community, the less likely they will be motivated to engage. In addition 
to the reported value of the CoP, the lack of substantial obstacles is positive and 
supports its feasibility. Though improvements are needed to increase member 
engagement, the high level of value reported by both members and non-members 
shows promise for the future of the SWICH CoP and for the use of CoPs as a strategy 
to support staff in CSPAP implementation. Future strategies should aim to focus on 
enhancing member engagement from the results of the present thesis. A specific 
strategy may include suggesting in the best practices to share at least one post on the 
CoP as a way to encourage engagement.  
5.1 Limitations 
When gathering activity data, Google Analytics identified activity in cities that 
could not be directly matched to a school. These cities were matched to the closest 
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school within a 40-mile radius under the assumption that school staff who commute to 
work from another city may have visited the CoP from home. As we were not provided 
the exact location for all members, we were unable to match these cities with absolute 
certainty. Another limitation was the lack of tracking members’ activity at the individual 
level. However, due to privacy policy, that level of tracking was not feasible. In the 
future, approval to track visits to the CoP through Google Analytics at the individual 
level is encouraged. Further, the communication for participation in the SWITCH CoP 
was done through the Core Teams for each school. It is not clear if and how the Core 
Teams communicated the participation in the CoP with all the school staff who were not 
in the Core Team. It is possible that school staff did not receive the same level of 
information about the CoP from the Core Teams. Future studies should address this 
limitation.  
5.2 Future Research 
Results of this study provide a great deal of insight into future implementation of 
the SWITCH CoP.  The greatest obstacles identified were in relation to effort, usability, 
and self-competence. Future implementation of the SWITCH CoP can work to improve 
the usability of the online platform through integrating the CoP within the tracking 
website. Improving usability in this way could potentially lessen the perception of effort 
as an obstacle. Future implementation can also target specific strategies to improve 
members’ self-competence. Similarly, as results identified significant negative 
correlations between all obstacles with support, belonging, trust, and value and interest, 
future implementation can identify specific strategies to target members’ perceptions of 
these factors.   
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Future research may also consider evaluating a greater amount of individual-
level data on both members who showed high engagement and those who showed low 
engagement. This may be conducted as semi-structured interviews to better understand 
members’ wants and needs to enhance engagement. As this is a novel approach for 
school staff engagement in an intervention, a combination of quantitative and qualitative 
methods should be employed in the future for more in-depth understanding of how 
CoPs work or should work. Additionally, future research may consider evaluating the 
impact of the CoP on overall SWITCH implementation, as well as the level of CoP 
implementation between intervention and control schools. Future research may also 
evaluate the impact of the level of engagement on the CoP with student behaviors, such 
as tracking Do, View, and Chew behaviors and meeting goals.  
5.3 Implications 
The present study adds to the limited body of research on staff training in CSPAP 
programs. Results identify the claim of online communities of practice as a feasible 
strategy to support staff involvement in school wellness programming.  School staff 
identified the CoP as a valuable tool in supporting school wellness programming, 
therefore both current and future CSPAP interventions may likely benefit from 
incorporating an online CoP as a tool for supporting school staff. This study also adds to 
the body of research on perceptions of online communities of practice in the school 
setting and obstacles to participating in these communities. The strategies utilized in 
this study to facilitate trust and support in online communities of practice are also 
valuable tools for online communities of practice in the school setting.  
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CSPAPs hold great potential for increasing physical activity and promoting 
healthy behaviors in children; however, the minimal focus on strategies to support 
school staff in CSPAP implementation reveals needed areas of improvement. Although 
CoPs have been found difficult to implement and maintain successfully (Centeio et 
al,,2014; Probst & Borzillo, 2008), their potential has led them to be proposed as a 
strategy to expand the structure of support for CSPAPs. When implemented 
successfully, they are found to be practices that are both scalable and sustainable in the 
education setting (Castelli, 2013; Webster et al., 2015). Findings from this study support 
the needs of school staff and show great potential in the success of online communities 
of practice in CSPAP implementation. 
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APPENDIX A: ADDITIONAL ACTIVITY RESULTS 
 
                 
                   Figure 11: Average Session Duration and Total Weekly Sessions 
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APPENDIX B: PERCEIVED VALUE & BARRIERS SURVEY QUESTIONS 
 
Factors 
Value & Interest 
V1. I received valuable ideas and resources about SWITCH from the SWITCH ning 
community 
V2. I believe the SWITCH ning Community was of great value to the SWITCH 
program 
V3. I would describe the SWITCH ning Community as interesting 
V4. I enjoyed participating in the SWITCH ning Community 
 
Support 
S1. I felt the SWITCH ning Community provided me with choices and options 
S2. I felt listened to on how I would like to do things by the SWITCH ning Community 
S3. The SWITCH research team encouraged me to ask questions in the SWITCH 
ning community 
S4. The SWITCH ning Community conveyed confidence in my ability to implement 
SWITCH at my school 
S5. I felt understood by the SWITCH team and the other members of the SWITCH 
ning Community 
 
Belonging 
Sense of belonging 
B1. I felt a sense of belonging to the SWITCH ning Community 
B2. I felt I am a member of the SWITCH ning Community 
Trust 
B3. the members of the SWITCH ning Community were trustworthy 
B4. The SWITCH team and community members did their best to help others  
Familiarity 
B5. I became familiar with what other schools do related to SWITCH through reading 
and posting 
B6. I became familiar with the SWITCH resources through reading posts 
Similarity 
B7. I felt the members of the SWITCH ning Community have values similar to mine 
B8. I felt the members of the SWITCH ning Community have interest similar to mine 
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Obstacles 
Ob 1. I was not sure about the purpose 
Ob 2. I was not informed or reminded frequently to visit 
Ob 3. It was hard to find information (the platform was not user friendly) 
Ob 4. Visiting and posting required a lot of extra effort 
Ob 5. I didn’t feel confident in sharing content 
Ob 6. I worried that my posts might not be perceived as interesting 
Ob 7. I didn’t feel I had anything to share or commend 
Ob 8. I don’t like communicating with others through digital technology 
Ob 9. I don’t have easy access to internet 
Ob 10. I didn’t have extra time to search for information online 
Ob 11. It was hard to visit as it was not embedded with the SWITCH tracking website 
Ob 12. The content wasn’t important (I had the information I needed) 
Ob 13. The content that was shared was not of interest to me 
Ob 14. My colleagues didn’t participate, so I didn’t either 
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